International Education Studies; Vol. 8, No. 10; 2015 
ISSN 1913-9020 E-ISSN 1913-9039 
Published by Canadian Center of Science and Education 


Effects of Self-Perceptions on Self-Learning among Teacher Education 

Students 

Shih-Hsiung Liu 1 

1 Center for Teacher Education, National Changhua University of Education, Changhua, Taiwan 

Correspondence: Shih-Hsiung Liu, Center for Teacher Education, National Changhua University of Education, 
No. 1, Jin-De Road, Changhua, Taiwan. Tel: 886-4-723-2105. E-mail: shsiung@cc.ncue.edu.tw 

Received: April 13, 2015 Accepted: May 27, 2015 Online Published: September 27, 2015 
doi:10.5539/ies.v8nl0p63 URL: http://dx.doi.org/10.5539/ies.v8nl0p63 


Abstract 

This study evaluates the multivariate hypothesized model that predicts the significance of, and relationships 
among, various self-perception factors for being a qualified teacher and their direct and mediated effects on 
self-learning activities among teacher education students. A total of 248 teacher education students enrolled at an 
education university in Taiwan completed a study questionnaire in August and September 2014. Structural 
equation modeling was used to model the relationships among the following four latent variables: perceived 
teacher roles, self-concept, self-efficacy, and self-learning. The resulting model had an adequate fit to 
self-perceptions influencing self-learning activities among teacher education students. Teacher education 
students’ self-efficacy plays a crucial role in facilitating self-learning. 
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1. Introduction 

Teacher education students should equip themselves with multiple abilities to become qualified as teachers. 
Although teacher education institutes provide numerous programs of study, teacher education students still need 
to actively self-learn. According to Cornford (2002), the most effective time for study is when a person gains 
knowledge of preferred approaches to learning that are consistent with personal judgments. Because personal 
judgments are influenced by personal perceptions, teacher education students’ self-learning activities may also be 
influenced by their self-perceptions as qualified teachers. 

Teachers have critical roles and responsibilities in education, including facilitating student learning and 
managing classrooms (Seymen, 2012). Teachers also influence moral values, the transmission of culture, and 
new social changes in youths. As a contribution to social development, teachers should foster student morality to 
suit the society (Stojiljkovic, Djigic, & Zlatkovic, 2012). Shim (2008) also suggested that teachers engage in 
self-cultivation by modeling a favorable character and promote liberation and humanization by developing a 
critical consciousness in their students. Thus, teachers play multiple roles. The perceived roles of teachers within 
their professional networks influence how much responsibility they accept at work. Hattingh and de Kock (2008) 
found that teacher education programs with a strong focus on the roles of teachers had challenged some of the 
traditional roles in which student teachers saw themselves and further changed their way of learning, (j'akmak 
(2011) demonstrated that student teachers changed their thoughts when guided by teacher role perceptions. When 
enrolled in a teacher education program, teacher education students are often expected to exhibit the perceived 
role and responsibilities of an effective teacher. However, whether these perceptions facilitate their self-learning 
is unclear. 

Moreover, teacher education students’ perceived roles as teachers might be transferred into the images of a good 
teacher and induce themselves to match the images with self-concepts of a qualified teacher, to carefully choose 
the occupation, and to comment on their choices (Ben-Peretz, Mendelson, & Kron, 2003). A student’s 
self-concept is often defined as the self-perception of performing well or poorly in school or in a particular 
domain, for example, a mathematics self-concept (E. Skaalvik & S. Skaalvik, 2013). A person’s self-concept 
typically functions in a reciprocal relationship with learning situations; teacher education students derive 
elements of self-concept from their experiences in teacher education programs, and then use these experiences to 
create their self-concept of a qualified teacher. Furthermore, self-concept plays a crucial role in academic success 
(Prince & Nurius, 2014), and directs the behavior and activities of a person (McCrae & Costa, 1982; E. Skaalvik 


63 




www.ccsenet.org/ies 


International Education Studies 


Vol. 8, No. 10; 2015 


& S. Skaalvik, 2013). Based on a self-concept relating to learning settings and individual behaviors, teacher 
education students’ self-concept of being a qualified teacher might be influenced by their perceived roles as 
teachers, and further influences their self-learning actions in teacher education programs. 

Self-learning actions are also influenced by self-efficacy. Bandura (1997) defines self-efficacy as “beliefs in 
one’s capabilities to organize and execute the courses of action required to produce given attainments” (p. 3). 
Self-efficacy beliefs refer to people’s beliefs about their capabilities to successfully execute a particular course of 
action. Van Dinther, Dochy, and Segers (2011) indicated that self-efficacy specifies tasks and activities in which 
people feel efficacious rather than a general self-judgment. Self-efficacy involves a specific level of 
self-confidence to accomplish a task. Wood and Bandura (1989) showed that the stronger a person’s perceived 
self-efficacy is, the higher the goals he or she may set and the stronger his or her devotion would be to them. 
Zimmerman (2000) demonstrated that a student’s self-efficacy plays a causal role in student development and the 
use of academic competencies. Yusuf (2011) also demonstrated the direct effects of self-efficacy on self-learning 
strategies and achievement motivation. Reasonably, the self-efficacy of teacher education students plays a crucial 
role in influencing their self-learning actions. 

Self-concept and self-efficacy are distinguishable constructs (Jansen, Scherer, & Schroeders, 2015). Self-efficacy 
primarily refers to the self-judgment of context-specific abilities, whereas self-concept mainly depends on 
aggregated and global perceptions (Bandura, 1997; Bong & Skaalvik, 2003). Additionally, self-concept is a 
positive predictor for affective-motivational variables, whereas self-efficacy is a predictor for academic 
achievement or ability (Jansen et ah, 2015). Ferla, Valcke, and Cai (2009) showed that students’ self-concept 
strongly influences their self-efficacy. 

Self-learning is a process in which people determine their own learning necessities, aims, and learning sources 
with or without the help of others (Knowles, 1975; Siminica & Traistaru, 2013). Self-learning is regarded as a 
valuable skill in educational and work environments (Oliveira & Simoes, 2006). Among teacher education 
students, self-learning is a process by which the students try to acquire systematized knowledge offered in 
teacher education programs. Students who possess a high readiness level for self-learning are conscious of their 
own responsibility in learning. Notably, studies have indicated no differences in self-learning strategies based on 
the gender of teacher education students ((j'ali§kan & Selfuk, 2010); however, according to the studies by 
Mohamoud-Mahfouz and Hassan-Ma’Ajini (2013) and Mok, Ma, Yuk, Liu, and So (2005), female students 
reported a relatively higher level of strategy awareness than male students did. Accordingly, the effect of gender 
on self-learning actions must be eliminated in this study. 

in sum, teacher education students’ perceptions of teacher roles, self-concept, and self-efficacy may influence 
their self-learning actions. In addition, perceived teacher roles influence self-concept, and self-concept influences 
self-efficacy. The relationship model between various teacher education students’ self-perceptions and their 
self-learning activities is depicted in Figure 1. This study evaluates a multivariate model that predicts the 
significance of, and relationships among, various self-perception factors for being a qualified teacher and their 
direct and mediated effects on self-learning activities among teacher education students. 



Figure 1. Path diagram of the SEM model 
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2. Methodology 

2.1 Research Design 

Structural equation modeling (SEM) was used to model the relationships among the following four latent 
variables: perceived teacher roles (PTR), self-concept (SC), self-efficacy (SE), and self-learning (SL). A survey 
was conducted to collect data. The SEM model includes measurement and path models. The measurement model 
is a conventional confirmatory factor model used to assess data validity, whereas the path model consists of the 
direct, mediated, and total effects of one latent variable on another. The sum of the direct and mediated effects is 
the total effect (Bollen, 1989). 

2.2 Research Participants 

The sample comprised 248 students enrolled in a teacher education program at a university of education in 
Taiwan. The participants completed the study questionnaire in August and September 2014. The sample 
comprised 78 male (31.5%) and 170 female (68.5%) students. 

2.3 Instrument 

A questionnaire was developed to identify the factors relating to teacher education students’ self-perceptions. 
Four sections associated with four variables were included in the questionnaire. Table 1 shows the individual 
items that were developed on the basis of literature. 

The first section, PTR, includes three items: the role of transmitting knowledge, of modeling good character, and 
of promoting liberation and humanization (Shim 2008). This section measures the teacher education students’ 
perceived roles as teachers. The second section, SC, includes four personal characteristics of an effective teacher: 
enthusiastic, energetic, passionate, and motivating (Fajet, Bello, Leftwich, Mesler, & Shaver, 2005). Fajet et al. 
(2005) suggested that teacher education students consider teaching primarily as a task involving affective, 
interpersonal relationships rather than a profession requiring a skilled and knowledgeable practitioner. The third 
section, SE, has five items: pedagogy, students, curriculum, parents, and environment. According to Betz and 
Flackett (1981), self-efficacy identifies how students perceive their own ability to perform vocationally relevant 
tasks in an educational setting. Additionally, self-efficacy refers to specific tasks and activities in which people 
feel effective. The final section, SL, includes four general education working fields: subject content knowledge, 
pedagogy knowledge, educational setting knowledge, and critical thinking knowledge (Knowles, 1975; Oliveira 
& Simoes, 2006). 

Responses to each item were scored on a five-point Likert scale ranging from 1 ( strongly disagree) to 5 ( strongly 
agree). All items were repeatedly revised by five professors with relevant expertise. Cronbach’s alpha was 
initially calculated to assess the internal consistency and reliability of the four variables. The alpha value for the 
total questionnaire was 0.901; the alpha values for PTR, SC, SE, and SL were 0.765, 0.934, 0.889, and 0.800, 
respectively. 

2.4 Data Analysis 

After data collection, we evaluated the homogeneity in gender and confirmed multivariate normality and validity 
by using factor loadings for the measurement model. We then assessed the entire model and model fit. 

2.4.1 Evaluation of Flomogeneity in Gender 

An independent-samples t test was applied to determine whether the four latent variables differed on the basis of 
the gender of the teacher education students. The results revealed insignificant differences (PTR: t = -0.553, 
p > .05; SC: t = -1.970, p > .05; SE: t = -1.040, p > .05; and SL: t = 1.139, p > .05), eliminating the potential 
effect of gender on the variables. 

2.4.2 Assessment of Multivariate Normality 

The SEM programs involved performing maximum likelihood estimation. According to Bollen and Long (1993), 
univariate normality is achieved when both skewness and kurtosis coefficients have absolute values less than 2.0. 
We generated coefficients from -0.914 to 0.089 for skewness and from -0.805 to 0.612 for kurtosis (Table 1). The 
data did not violate the univariate normality assumption associated with the maximum likelihood estimation for 
each observed variable. According to Bollen (1989), multivariate normality exists when Mardia’s coefficient is 
less than p (p + 2), where p is the number of observed variables. In this study, Mardia’s coefficient was 52.467, 
and p = 16; 52.467 < 16 X (16 + 2) = 288. Thus, multivariate normality exists. 
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2.4.3 Validity 

To assess construct validity, the standardized regression loading of each observed variable was calculated. 
Additionally, discriminant validity was determined by comparing the average variance extracted (AVE) with the 
correlation coefficients among the latent variables. 

Table 2 shows the standardized factor loading for each observed variable. The factor loadings were 0.60-0.92 (t 
values = 8.24-21.29,/» < .05), exceeding the recommended minimum of 0.50 (Hair, Anderson, Tatham, & Black, 
1998). Additionally, the construct validity of each latent variable was 0.709-0.885 (Table 2); according to 
Bagozzi and Yi (1998), measurement instruments have construct validity when the construct validity of latent 
variables exceeds 0.60. 

Moreover, the AVE of each latent factor (0.501-0.767) exceeded 0.5, and all square roots of AVE for the four 
factors (0.708-0.876) exceeded the correlation coefficients among latent variables, demonstrating favorable 
discriminant validity (Anderson & Gerbing, 1988). 


Table 1. Descriptive statistics and assessment of normality 


observed 

items 



skew 

kurtosis 

Mean 

SD 

variables 





transmitting knowledge 

4.11 

.859 

-.864 

.612 

Perceived 






Teacher roles 

modeling good character 

4.15 

.859 

-.914 

.479 

promoting liberation and humanization 

4.31 

.793 

-.913 

.065 


enthusiastic 

3.92 

.873 

-.392 

-.443 

Self-concept 

energetic 

4.06 

.832 

-.586 

-.071 

passionate 

3.91 

.931 

-.517 

-.459 


motivating 

4.02 

.946 

-.673 

-.236 


about pedagogy 

3.80 

.912 

-.307 

-.593 


about students 

3.79 

.816 

-.279 

-.195 

Self-efficacy 

about curriculum 

3.81 

.840 

-.331 

-.246 


about parents 

3.68 

.804 

-.204 

-.168 


about environment 

3.68 

.809 

-.232 

-.166 


on subject content knowledge 

3.38 

.991 

-.163 

-.453 

Self-learning 

on pedagogy knowledge 

3.34 

1.134 

-.173 

-.805 

on educational setting knowledge 

3.13 

1.007 

.089 

-.582 


on critical thinking knowledge 

3.18 

1.028 

-.009 

-.627 

Mardia’s coefficient 


52.467 

17.214 


2.4.4 Evaluation of the Entire Model 

Notably, SEM determines the significance of variables in the entire model. In this study, the estimated result had 
a high significance level (-T = 148.394, df= 97, p < .01). According to Kline (2005), the suggested value for x 2 
/df is less than 3 for large samples. For this model, the value was adequate because % 2 /df= 148.394/97 = 1.530. 
In addition, according to suggested guidelines from Bollen (1989), Kline (2005), and Pedhazur (1997), all other 
values related to model fit indices were adequate for SEM; that is, the research model had a favorable fit. Table 3 
lists the model fit results. 
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Table 2. Construct and discriminant validity 


Latent 

variables 

Observed variables 

Loading 

Construct 

AVE 

-Jave 


transmitting knowledge 

.65 




PTR 

modeling good character 

.85 

0.773 

0.536 

0.732 


promoting liberation and humanization 

.68 





Enthusiastic 

.91 





Energetic 

.92 




SC 

.85 

0.885 

0.767 

0.876 

passionate 


motivating 

.82 





about pedagogy 

.76 





about students 

.81 




SE 

about curriculum 

.80 

0.748 

0.621 

0.788 


about parents 

.79 





about environment 

.78 





on subject content knowledge 

.82 




SL 

on pedagogy knowledge 

.68 

0.709 

0.501 

0.708 


on educational setting knowledge 

.71 





on critical thinking knowledge 

.60 





correlation coefficients among the factors 

0.245" for PTR-SC, 0.170** for PTR-SE, 0.098 for PTR-SL, 

0.759" for SC-SE, 0.532** for SC-SL, 0.579** for SE-SL 


*p < .01. 


Table 3. Results of model fit indices for the model 

Model fit indices 

Values 

Suggested guidelines 

*‘/df 

1.530 

<3 

CFI 

.978 

a .9 

GFI 

.935 

a. 9 

AGFI 

.909 

a.9 

NFI 

.940 

a.9 

IFI 

.979 

a. 9 

RMR 

.035 

<.05 

RMSEA 

.046 

<.05 

2.4.5 Path Analysis 



Figure 2 shows the path coefficients among latent variables. Three of the five path estimates reached significance; 
the rest were insignificant. According to Cohen’s recommendation, interpretations of effect size are based on 
standardized path coefficients with absolute values: small effect (< 0.1), medium effect (> 0.1, < 0.5), and large 
effect (> 0.5) (Kline, 2005). The total effects, direct effects, and indirect effects among the five latent variables 


were calculated. 
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The direct effect of PTR on SL was insignificant at -0.07; the coefficient of indirect effect, mediated by SC and 
SE, was 0.14 (0.37X0.65X0.59), tending to a small-medium effect. The direct effect of SC on SL was also 
insignificant at 0.23, whereas the coefficient of indirect effect, mediated by SE, was moderate at 0.38 
(0.65 X 0.59). The effect of SE on SL reached the significance of 0.59, revealing a large effect. 

3. Conclusions and Discussion 

The resulting model had an adequate fit to self-perceptions of being a qualified teacher influencing self-learning 
activities among teacher education students. The analytical results of this study revealed that both perceived 
teacher roles and the self-concept of teacher education students have no direct influence on self-learning 
activities; instead, they have indirect effects on self-learning, moderated by self-efficacy. Additionally, the 
self-efficacy of teacher education students’ has a direct and significant influence on self-learning activities with a 
large statistical effect. Even with a high level of teacher role perception and self-concept, the self-learning 
activities of teacher education students cannot be directly enhanced except through the moderating effects of 
their self-efficacy. Self-efficacy plays a crucial role in facilitating self-learning activities. 

Teachers’ perceived roles within their professional fields may influence their thoughts on education and change 
their way of learning ((,'akmak. 2011; Hattingh & de Kock, 2008). The results of this study revealed that teacher 
education students’ perceived teacher roles influence their self-concept, confirming previous literature. However, 
the results also showed that role perceptions have no significant effects on self-learning activities, which is 
inconsistent with literature. As mentioned, self-learning activities involve experiences related to educational 
environments (Oliveira & Simoes, 2006). Lacking actual school experience, teacher education students are 
unable to determine their own learning necessities, aims, and learning sources, as described by Knowles (1975). 
Hence, teacher education students cannot transfer perceived teacher roles into actual educational activities, 
resulting in the difficulty of setting specific learning tasks. They do, however, acquire images of teacher roles to 
shape their self-concept as teachers. Thus, it is reasonable that self-concept, maybe only an image reflecting on 
specific roles, did not directly influence self-learning activities. 

Self-concept is a mental image or perception of performing well or poorly in specific tasks. Self-efficacy 
involves the self-confidence to accomplish a task. When teacher education students’ self-concept is an individual 
perception of themselves (for example, “I am a person who can learn with enthusiasm and energy”), their 
learning motivation increases. These students subsequently strengthen their resilience and self-confidence, and 
further create high self-efficacy. This explains why the self-concept of teacher education students influences their 
self-efficacy. 

Another finding showed that self-learning actions are influenced by self-efficacy. Self-efficacy typically involves 
a person’s beliefs about his or her capabilities to successfully implement a specific action, in other words, 
teacher education students with a high level of self-efficacy may be highly confident in learning, resulting in a 
high level of self-learning beliefs and a strong engagement in learning tasks. This explains why self-efficacy 
influences self-learning activities among teacher education students. 
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Notably, a study by Prince and Nurius (2014) indicated that when self-concept has an influence on learning 
success, this might be caused by a moderated factor (i.e., self-efficacy). 

4. Implications and Limitations 

In this study, the SEM regarding the effects of self-perceptions on self-learning among teacher education 
students was verified. This research model can thus serve as a base model for future studies. Education programs 
can positively shape teacher education students by providing favorable teacher role models, by assisting students 
to develop a high level of self-concept as teachers, and by facilitating them to actively learn to achieve teacher 
qualifications. However, our findings showed that enhancing students’ self-efficacy cannot be ignored because of 
its significant effects on self-learning regardless of direct or mediated effects. Teacher education institutes should 
therefore design programs to develop self-efficacy to facilitate self-learning among teacher education students. 
Future research could examine the relationships between the development of self-efficacy and the process of 
self-learning in teacher education programs. 

This study focused on teacher education students’ self-perception and its relationship with self-learning. 
According to some studies, self-learning is also associated with individual learning styles. Thus, one limitation 
of this study is that the results may differ because of different learning styles among the participants, which were 
not examined in this study. 

References 

Anderson, J. C., & Gerbing, D. W. (1988). Structural equation modeling in practice: A review and recommended 
two step approach. Psychological Bulletin, 103 , 411-423. http://dx.doi.Org/10.1037/0033-2909.103.3.411 

Bagozzi, R. R, & Yi, Y. (1988). On the evaluation of structure equations models. Academy of Marketing Science, 
76(1), 74-94. http://dx.doi.org/10.1007/BF02723327 

Bandura, A. (1997). Self-efficacy: The exercise of control. New York: W.H. Freeman. 

Ben-Peretz, M., Mendelson, N., & Kron, F. W. (2003). How teachers in different educational contexts view their 
roles. Teaching and Teacher Education, 19(2), 277-290. http://dx.doi.org/10.1016/S0742-051X(02)00100-2 

Betz, N., & Hackett, G. (1981). The relationship of career-related self-efficacy expectations to perceived career 
options in college women and men. Journal of Counseling Psychology’, 28, 399-410. 

http://dx.doi.org/10.1037/0022-0167.28.5399 

Bollen, K. A. (1989). Structural equations with latent variables. Toronto, Canada: A Wiley-Interscience 
Publication, http://dx.doi.org/10.1002/9781118619179 

Bollen, K. A., & Long, S. (1993). Testing structural equation models. Newbury Park: Sage. 

Bong, M., & Skaalvik, E. (2003). Academic self-concept and self-efficacy: How different are they really? 
Educational Psychology’ Review, 75(1), 1-40. http://dx.doi.org/10.1023/AT021302408382 

£akmak, M. (2011). Changing roles of teachers: Prospective teachers’ thoughts. Egitim ve Bilim, 56(159), 14-24. 

(^aliijkan, S., & Selguk, G. S. (2010). Pre-service teachers’ use of self-regulation strategies in physics problem 
solving: Effects of gender and academic achievement. International Journal of Physical Sciences, 5(12), 
1926-1938. 

Cornford, I. R. (2002). Learning-to-learn strategies as a basis for effective lifelong learning. International 
Journal of Lifelong Education, 21(4), 357-368. http://dx.doi.org/10.1080/02601370210141020 

Eren, A. (2009). Self-efficacy beliefs and mental time travel ability: Uncovering a hidden relationship in 
educational settings. Learning and Individual Differences, 79(4), 513-517. 

http://dx.doi.Org/10.1016/j.lindif.2009.06.002 

Fajet,W., Bello, M., Leftwich, S. A., Mesler, J. L., & Shaver, A. N. (2005). Pre-service teachers’ perceptions in 
beginning education classes. Teaching and Teacher Education, 21, 717-727. 

http://dx.doi.Org/10.1016/j.tate.2005.05.002 

Ferla, J., Valcke, M., & Cai, Y. (2009). Academic self-efficacy and academic self-concept: Reconsidering 
structural relationships. Learning and Individual Differences, 19, 499-505. 

http://dx.doi.Org/10.1016/j.lindif.2009.05.004 

Hair, J. F., Jr., Anderson, R. E., Tatham, R. L., & Black, W. C. (1998). Multivariate data analysis (5th ed.). Upper 
Saddle River, New Jersey, NJ: Prentice Hall. 

Hattingh, A., & de Kock, D. M. (2008). Perceptions of teacher roles in an experience-rich teacher education 


69 




www.ccsenet.org/ies 


International Education Studies 


Vol. 8, No. 10; 2015 


programme. Innovations in Education and Teaching International, 45(A), 321-332. 

http://dx.doi.org/10.1080/14703290802377216 

Jansen, M., Scherer, R., & Schroeders, U. (2015). Students’ self-concept and self-efficacy in the sciences: 
Differential relations to antecedents and educational outcomes. Contemporary’ Educational Psychology’, 41, 
13-24. http://dx.doi.Org/10.1016/j.cedpsych.2014.ll.002 

Kline, R. B. (2005). Principles and practice of structural equation modeling (2nd ed.). New York, NY: Guilford 
Press. 

Knowles, M. (1975). Self-directed learning: A guide for learners and teachers. Association Press, New York. 

McCrae, R. R., & Costa, P. T. (1982). Self-concept and the stability of personality: Cross-sectional comparisons 
of self-reports and ratings. Journal of Personality and Social Psychology’, 43(6), 1282-1292. 
http://dx.doi.Org/10.1037/0022-3514.43.6.1282 

Mohamoud-Mahfouz, A.-I., & Hassan-Ma’Ajini, O. B. (2013). Self-learning strategies and their relationship 
with the development of motivation and self-esteem among a sample of students at king Abdullaziz 
University (descriptive and comparative study between ordinary and talented students). Life Science 
Journal, 10(A), 1323-1332. 

Mok, M. M. C., Ma, H. S., Yuk, F., Liu, F., & So, E. Y. P. (2005). Multilevel analysis of primary students’ 
perception and deployment of self-learning strategies. Educational Psychology’, 25(1), 129-148. 
http://dx.doi.org/10.1080/0144341042000294930 

Oliveira, A. L., & Simoes, A. (2006). Impact of sociodemographic and psychological variables on the 
self-directedness of higher education students. International Journal of Self-Directed Learning, 3(1), 1-13. 

Pedhazur, E. J. (1997). Multiple regressions in behavioral research (3nd ed.). Orlando, FL: Harcourt Brace. 

Prince, D., & Nurius, P. S. (2014). The role of positive academic self-concept in promoting school success. 
Children and Youth Services Review, 43, 145-152. http://dx.doi.Org/10.1016/j.childyouth.2014.05.003 

Seymen, S. (2012). Beliefs and expectations of student teachers’ about their self and role as teacher during 
teaching practice course. Procedia-Social and Behavioral Sciences, 46, 1042-1046. 

http://dx.doi.Org/10.1016/j.sbspro.2012.05.245 

Shim, S. H. (2008). A philosophical investigation of the role of teachers: A synthesis of Plato, Confucius, Buber, 
andFreire. Teaching and Teacher Education, 24(3), 515-535. http://dx.doi.Org/10.1016/j.tate.2007.09.014 

Siminica, M., & Traistaru, A. (2013). Self-directed learning in economic education. International Journal of 
Education and Research, 7(12). 

Skaalvik, E. M., & Skaalvik, S. (2013). School goal structure: Associations with students’ perceptions of their 
teachers as emotionally supportive, academic self-concept, intrinsic motivation, effort, and help seeking 
behavior. International Journal of Educational Research, 61, 5-14. 

http://dx.doi.Org/10.1016/j.ijer.2013.03.007 

Stojiljkovic, S., Djigic, G., & Zlatkovic, B. (2012). Empathy and teachers’ roles. Procedia-Social and Behavioral 
Sciences, 69, 960-966. http://dx.doi.Org/10.1016/j.sbspro.2012.12.021 

Van Dinther, M., Dochy, F., & Segers, M. (2011). Factors affecting students’ self-efficacy in higher education. 
Educational Research Review, 6(2), 95-108. http://dx.doi.Org/10.1016/j.edurev.2010.10.003 

Wood, R., & Bandura, A. (1989). Impact of conceptions of ability on self-regulatory mechanisms and complex 
decision making. Journal of Personality and Social Psychology’, 5(5(3), 407-415. 

http://dx.doi.Org/10.1037/0022-3514.56.3.407 

Yusuf, M. (2011). The impact of self-efficacy, achievement motivation, and self-regulated learning strategies on 
students’ academic achievement. Procedia-Social and Behavioral Sciences, 15, 2623-2626. 

http://dx.doi.Org/10.1016/j.sbspro.2011.04.158 

Zimmerman, B. J. (2000). Self-efficacy: An essential motive to learn. Contemporary’ Educational Psychology’, 
25(1), 82-91. http://dx.doi.org/10.1006/ceps.1999.1016 


70 




www.ccsenet.org/ies 


International Education Studies 


Vol. 8, No. 10; 2015 


Copyrights 

Copyright for this article is retained by the author(s), with first publication rights granted to the journal. 

This is an open-access article distributed under the terms and conditions of the Creative Commons Attribution 
license (http://creativecommons.Org/licenses/by/3.0/). 


71 




